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ABSTRACT

The Experimental Model for Teacher Education was
implemented during the academic year 1969-70. Its major objective was
to build a field-based program using predefined behavioral objectives
and their accompanying performance criteria with an instructional
program integrating theoretical knowledge with practical experience.
Twenty trainees were selected for the program on the basis of
grade-point averzge and a personal interview. Administrative
arrangements were made to allow program participants to take their
professional courses on a pass-fail basis. Seminars were coordinated
with concurrent classroom experience at progressively increasing
levels of responsibility in three types of school: inner-city, urban,
arnd suburban. Cooperating teachers in these schosls were designated
"clinical associates" and provided with inservice training. 0Of the 20
trainees, 17 completed the program successfully and were certified.
Of these, 12 had obtained teaching positions as of June 1970.
Detailed recommendations for program improvement include closer
involvement of cooperating schools, previous-rather than concurrent
training of clinical associates, and involvement of trainees in
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This manual will describe the Experimental Model for Teacher Educaticxn,

a program designed for the preﬁaration 9f beginning teachers. This
program was effected during the a;ademié year 1969-70. Implementation of
recent trends in teacher education represented its focus. The manual
will also present some recommendaéions and guidelines fér the development

of programs seeking to implement these recent trends. It is especially

directed to those persons in teacher education who hold leadership roles

in the operation of field-based and performance-based programs. It is

our hope that these guidelines will help teacher educators capitalize

~on the strengths of such programs and avoid some of the pitfalls.
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Introduction

BACKGROUND OF THE EXPERIMANTAL MODEL FOR TEACHER EDUCATION

' . In its third year, the TTT Project (formérly the Tri-University
Project in Elementary Education) based at the University of Washington,
focused its knowledge and experieﬁce on . ... ....... teacher education. To

dmplement this goal, the Experimental Model for‘Teacher Education was developed..

This model was, in effect, a rrogram for the training of prospective and inservic
. teachers. Its first goallwas to incorporate some of the salient charac-
teristics of the programs in teacher education that had been created by
niné different teacher education institutions with the support of the
Bﬁreau»of Research of the U. S. 6ffice of Education. Certain characteristics
appeared consistently in most of these nine.teacher education models.
Some of tﬂese common characteristics are defined in the following stateménts.

Teacher education programs are characterized by a wider ranse and longer

.period of field-based teacher preparation experiences.

This feature permits prospéctive teachers to gain most of thef.
professional preparation experiencés directly in public and/or private
schools.- Field-ﬂased preparation experiégces generaily include mére‘than
the traditional single term of student teaching. Rather, they permit an
increased number of contacts with children prior to a full-time student
teaching experiende.,/Early in the program préspective teachers serve as

~ teacher aides aﬁd.teaching assistants and have opportunities to work with

children in a variety Qf ways that support the classyroom teacher's efforts.

Q ‘ . | | - 4 o : -
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Later, these prospective teachers assume limited teaching responsibility

L
’ . - . .
for a few hours of classroom instruction per week. Subsequently, they
direct learning in a specific strand of the curriculum such as reading,
mathematics, or language arts. Only after they have complcted their expexi-

ences as teacher aides, teaching assistants and part—-time teachers do they

engage In a more extensive.full-time teaching experience.

-

New 7Teacher education programs emphasize performance as the criterion for

measuring teaching effectiveness,

H . - 4

In these programs, academic learnings have significance only as they
- ' .
contribute to the classroom performance of the prospective teacher.

Skills or tasks are other terms that are frequently used synonymously with
performance. Such programs are characterized by a definition -of performance
objectives. DBoth the objectives and criterion tasks are stated in precise

terms that permit some de- e 7 guantifiable mcasurement., For example,

the Geogia Education Model stipulates that the following performance
specification will be demonstrated by the prOSpegtive teacher =z' the
analysis lewel of the Bloom Taxonomy: 3.19.05 Evaluation of pudsils

through observation.

This objective specifies that the prospective teachsar
will be able to apply observational evaluation techzfques
to classroom learning and demonstrate knowledge of

these techniques at the analysis level of the Bloom
taxonomy. The analysis level implies that the
prospective teacher will be able to identify the
elements, relationships and organizational principles
underlying these observational techniques.

l“Georgia Educational Model Specifications for the Preparmtion of
.ementary Teachers," Final Report, Project No. 8-9024 Grant Nc. OEC-O-

Q
]ERJ(39024—3311 (010), University of Georgia, October, 1968; p. 137
B o] -
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Although objectives such as the one above may not meet all the

criteria established by Magerz, théy'represent a substantial effort in

the teacher education field to move toward greater precision than is

found in the objectives defined in more traditional teacher education

programs. One traditional example- follows:

The prospective teacher promotes instructional inter-
action: :

1-

2.
3-

4.

Maintains consdistent, effective classroom
regulations.

Recognizes and controls learner disruptions.
kd

Maintains physical environment conducive
to learning.

Uses instructional materials and equipment
effectively.

3

“he nine Office of Education models provide training specifications for

a range of school positions that encompass_preparation for vrofessional.service as a

teacher aide, teaching assistant, teacher, curriculum specialist, teacher

trainer and administrator.

To illustrafe, the Conceptual Design developed by the Teacher Education

Project at the University of Toledo identified six target populations.

These populations were preservice preschool and kindergarten teachefs,
. preservice elementary teachers (grades 1-8), inservice teachers at all

levels, college and university personnel (the trainers of teachers, :

Robert F, Mager, Preparing,Instructionai Objectives, Palo Alto,
California: Fearon Publishers, 1962.

‘ERIC
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administrative personnel (principals and supervisors in elementary schools)

and supportive personnel (para-professionals and teacher aides).3

Some of the nine models provide for a tighter integration between theoretical

knowledge in curriculum, educational psychology, and activities for learning

and strategies for teaching.

Instead of academically designed courses in which the prospective
teacher merely étudies the body of knowledge related to one speciélty
within education,.informal seminaps attempt to apply a-particular body of
knowledge to the school setting. Optimally, such seminars take place in
the school and allow the prospec;ive teachel to relate seminar'discuésions
immediately to his classroom observations ané experiences.

Although the nine models in teacher education have other pervasive

characteristics, the Experimental Model for Teacher Education focused

'chiefly'on the four points identified aﬁove;

In summary; the objectives of the'modellwere'to build a field-based
program; to focus professional preparation on predefiaed behavioral
objectives and their accompanying performance criteria; to provide
professional preparation for a wide range of educational pefsonnel
{prospective teachers, inservice teachers and trainers of teachers); and

-to'provide instruction that more closely integrateé theoretical knowledge
withithe day~to4day experiences of those peréons receiving professioﬂal
preparation. Iﬁ thése-séveral ways, national effof&s in teacher-education

influenced’ the nature of the Experimental Model for Teacher Education.

——— e

. hY
3George E. Dickson, "Educational Specifications for Teacher Education,"
.ﬁkj University of Toledo/College of Education/Lducational Comment, 1969.
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A second goal of the Experimental Model for Teacher Educaticn was

- .
to implement a teacher education program consonant with the Standards for

Preparation of School Professional Personnel Leading to Certification.

This document was developed by the Office of the Superintendent of Public

Instruction in the State of Washington and is usually referred to as the

Fourth Draft. It defiﬁes two provisions for improved teacher preparation
programs. The first provision emphasizes preparation experiences that

ara related to a variety of speci;lizéd professional roles. The second
provision delineates the increased responsibility fcr school districts in
teacher preparation. "Colleges and universities will continue their

major role in basic preparation. They will have an increased responsibility
to collaborate with schools and professio?al associatiens in the intern and

continuing phases of careex pr_epa'r:ation.";5 The Fourth Draft also outlines

four forms of certificates that may be.issugd. These include a "preparatory”
certificate that authorizes preparatory exPeriences with children, an
"initial" certificate authofizing initidl school service in a particular
role as a staff intern, a "continuing" certificate thét authorizes school
service on a cortinuing basis and a "consultant".certificate_for those who
qualify for roles that contribute to professional preparation and to the
improvement of instruction. This differentiation in certification requires
that professional training programs target their efforts toward the four

distinct professional roles.

. 4Statement of Standards for Preparation of School Professional
Personnel l.eading to Certifijication. State of Washington, Olympia,
Washington, April, 1968, iii. =

5

o ibid, p. . e
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The conditions specified in the Fourth Draft of the State of Washington
considerably overlap some of the pervasive ch;racteristics of the nine
teacher educaticn models. The emphasis‘that the Fourth Draft places on

- performance as a meésure of teacher effectiveﬁess is consistent with the
performance-based programs found in each of tﬁe nine models. Also, the
expansion of the school's responsibility for teacher preparation is
consonant with those teacher education programs that ate predicated on an
iﬁcreased proﬁortion of field-based expefiences for the prospective teacher.
'Finally, the differentiation of certification forms defined by the Fourth
Draft is supported by such natlonal programs as the Unlver31ty of Toledo

) Mc1e1 that provides preparatory sequences f01 spec1allzed personnel in

the elementary school.

G )

The Experimental Model for Teacher Educaticn -- Objectives and Personnel

Objectives

In light of,the directions specified in both the Fourth Draft and

the nine Office of Education teacher education modals, the following

objectives were developed for the Experimental Model for Teacher Education.

This progrém would:

J. Provide an increased number of fieid-based
experiences for each of the groups rece1v1ng
training.

2. Develop and 1mplement behavioral objectives

: for prospective teachers that would be
accompanied by performance criteria permitting
measurement of teacher effectiveness.

FRIC - I | 3
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3.. Train prospective teachers, cooperating teachers
and prospective trainers of teachers. -
, S :

4, Arrange applied seminars for prospective teachers.
~ These seminars would permit immediate application

of the theoretical knowledge in education to
" classroom experiences.

This program triéd to devélép minimal performance competencies for
prospective teachers. As a fesult of participgting in a one-year training
program, these prospective teachers would be able to sequence learning
activities for instruction in the elémeﬁtary school, maﬁage claésroom
conditions for optimal learning, relate school and classroom practice to
a body of thieoretical knowledge and participate actively in the decision-
making process 6f the school.

The folloﬁing model was developed to implémént these overall objectives:
Asee Figuré One). The model is predicated on thé.assumption-that teacher
ttaining-can be logically divided into three phases: The first is a
pre-instructional phase thaf gives afteﬁtion to skillé in classroom
manageﬁent and ﬂuman relations as well as the attainment of cextain téacher
behaviors that are viewed as basic to the teaching—iearning process. The
éeédnd is an iﬂsgrﬁctional phase that focuses on the-teaching—learnihg

process and the third is a post-instructional phase that encompasses both

student and teacher evaluation.

/

4

~Objectives for Experienced Teacher Participants

The various professional levels that received training within the TIT
Project 'at the University of Washington are illustrated in the accompanying

4
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diagram (Eigure Two). Some of thesec participanfs designed objectives and
criteria and implemented the instruction tﬁatytéey defined as basic to the
attainmen: of these objectives. There were nine postdoéforal participante
who came from nine different teacher training iﬁstituticns. Additionally,
there were twglvé experienced teacher particiﬁagts représenting twelve
different school districts across the United States,

The foliowing objectives were developed for these.experienced teacher

participants. First, tne Experimental Model for Teacher Education sought

to provide experienced teacher participants witb a laboratory for preservice
anﬁ inservice training. Additionaily, they had opportunities to develop and
sequence perforﬁance objectives for teacher training, as well as the
accompanying performance criteria for evaluation. They were directly and

actively involved in the preparatioﬁ of pfospectiye teachers in the

'Ezgerimental Model for Teacher Education. In a one year sequence, they

were engaged in experiences designed to develop their leadership potential
as trainers of teachers. These experiences included the supefviéi&n of
interns on a one-to-one basis. Supervision, in this case, included support,
guldance, and evaiuation of interns with respect to performance criteria.

These supervisory activities permitted the experienced teacher to serve as

demonstration teachers in classrooms. Additionally, some of the experienced

.teacher participants were involved in the development of behavioral objectives

and performance criteria for interns in sociai studies and science educationt
The same‘individuals.alsq implemented the instruction and evaluatea the
interns with respect to>the predefiﬂed performance criteria. These activities
served to implement the two major objectives that were defined for experienced

A
teacher participants.

‘ | ' 13
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Objectives for Cooperating Teachers ' i _ -

In order te permit the school to play a more powerﬁul role in the
preparation of prospective teachers,. training for inservice classroom
teachers was necessary. These cooperating teacﬁeré allowed prospecti&e
teachers to participate in their classrooms as teacher aides, teaching
assistants, part—time teachers and full-time stﬁdent teachers. The training

that cooperating teachers received focused on the follewing objectives.

‘First, the program trained cooperating teachers to demonstrate imstructional

competencies as trainers of teachers. Second, the training for cooperating
teachers was designed to develop competencies in criteria evaluation with
respect to the training of teachers. The training provided cooperating

teachers will be described more fully in Chapfér One ~ Relationships with

Croperating Schools. . T

‘Personnel. Levels

To implement the objectives for the total program as well as for each
of the targeted training groups (prospective teachers, experiunced teacher

participants and cooperating teachers), the leadership associated with

the Experimental Model for Teacher Education had to workwith a wide range

of professional persons representing the public schools, the university,

W

and the State Department of Public Instruction.
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State Dept. of

Pubiic School University =« . Public Instruction
Superintendent of Schools Dean - College of Superintendent for Teacher
Principals of Cooperating Education : iqUCStion and Certifica-

ion
Schools S Director of Student ¢
Teaching

Cooperating Teachers

Director of Field
Experience

Advisory Office

Teacher Education
Comnittee
)

Instructional Staff

Public School

The initial arrangement to gain the cooperation of school districts

had to be made at the level of th%?ﬁi&%f%%éggﬁeﬁt. In the case of the

Experimental Model for Teacher Education, these coopérative arrangements

were made throuéh the Office of.the Superintendent of the Seattle Publié
Schools and of the Shoreline Community Schools (a school district in

suburban Seattlej. Throughout the academic year, it became necessary to
 secure similar agreements from three schools outside these districts.

These subsequent contacts were made through building principals. Consisgtently
it was found that mdré ﬁroductive relationships existed with.thosc schools

that had involved the Office of the Superintendent in the original decision-

making process. '
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Building principals were regularly involved in the selection of

cooperating teachers. It was found that princiﬁals seigcted teachers in
é'variety of ways. Some teachers volunteered, others were chosen by the
pfincipal on ;he basis of compétence or‘préference. Still'others ﬁere
restricted by échogl poiicies that limited the number of student teachers
that could be assigned to a teacher in cne academic year. In two cases,
cooperating principals also proyided physical space for the interns to

plan, receive instruction and hold group meetings.

The cooperating teachers were asked to permit the intern to participate

-

in his classroom as a teacher aide, teaching assistant, part-time teacher
"and full—ti@e student teacher. The cooﬁerating teacher was not involved
in the evaluation of the intern but réther, could guidé the intern with
respect to planning and teaching on a day~to—é;y basis. 'Concurrenf with

the program for the prospective teacher, the cooperating teacher received

instruction related to the training and supervision of teachers.

The University

In order to implement a performance~based £eacher education program
that would not follow the tfaditiongl course requifemeﬁts for certification,
approval had to be secured from both the Office of the Dean of the College
of Education and Ehe.Director of Student Téaching. fhis vas éf‘spebiai

jmportance in a state that permits institutionally approved teacher

certification. In spite of this initial approval, university-wide registration

*

arrangemnents required that interns register for established courses. The

16
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professors teaching these courses were asked to submit grading cards o

the Director of the EgpgrimentéLVModel for Teacher Education. Gener. iy,
these professors readily agreed. These intricate int-a-college and inter-
university arrangements need to be worked out in considerable dezall :r
many technical complications develop that can build a smokescreen that
obscures the perceived gtrengths and weaknesses of the program.

Further, s performance—baséd program 1is evalﬁated on a pass—fail
basis, Letter grades have little méaning when evaluation is foéused on
meeéing performance criteria. In order to secure approval for péss-fail
evaluation, both the Director-of gtudent Teaching and the Teacher Education
Committee of the College of Eduéatioé had to be éonsuléed and agreement
had to be secured. Even though these conditions were met, other problems
developed. For example, the number of courses a student can téke on a
pass-fail‘basis 4s limited by the university. The - . : program for the
university computer that records grades defines some courses as ones that
shall necessarily receive grades, while others are defined as pass-fail
courses. Special policies and practiées have to be implemented to
eircumvent such obstacles. Storage of racords and the advising of students

required cooperative arrangements with the Advisory Office and the Director

of Field Experiences. Clearly, a program such as the Experimental Model

for Teacher Education requires many unique arrangements that deserve

diligent attention prior to the onset of imstruction and field experiences

. for prospective teachers.
]
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While the Project staff, along with the experienced teacher participants,
prdvided moét of the instruction for interns, in certain cases regular
university personnel was utilizad: The use»of regular uni?ersity éersoqnel

'requitéd adjugtmenté of faculty clasz loads aqd'the traﬁing of Project
pe;sonnel to relieve'faculty overloads. Though these arrangements were

made, the administrative entanglements were many and optimally deserve

considerable attention in the planning phase of the program.

The State Department of Public Instruction

_The Superintendent for Teacher Education and Certification had to be’

informed of the program. In light of the Fourth Draft and its consistency

with the Experimental Model for Teacher Educatiom, support from this office

was assured. ‘ o

DPealing with these various levels of personnel in the school, the

university and the State Department proved to be a massive task., Many of

the recommendations that will be made in this manual will be targeted.

-

toward securing such arrangements in a manner that will maximally facilitate

effective program management.

i

i
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Chapter 1

RELATIONSHIPS WITH THE COOPERATING SCHOOLS -

One purpose in sélecting field centers or cooperating schools
was to provide ‘an opportunity for prospective teachers to have.claSSw
room experiences in three types of SOcio—ecsnomic school communities:
an inner city school, an urban school, and a suburban school.‘ The
initial plan was to rotate the interns through each of the different
school communities to provide a variety of experiences during the
year of training in order to estzblish a more powerful decision-making
base for the prospective teacher's career decision and to offset thé
criticism that most'student teachers have only a limited acguaintance
with the real world of schools, especially urban ones.

Three schools were initially selected to serve this function: the
Wing Luke School in the southeast part of Seattle which had a high g
percentage of minority stﬁdents (mostly Oriental); the Decatur School | :
in the northern part of Seattle, which was a middle class, urban - %
school Witﬂ éome students bussed in from the Central District; and
the Cedar Brook School in the suburban Shoreline School District a
féw miles north of the city of Seattle. Additional arraﬁgements were
made early in the fall with the principal of the Stevens Scﬁool (Central
District) on Capitol Hill to set up a program for observations,
teacher—-aide expérience, and some tutoring activities. The Decatur
School was able to provide an empty classroom for the Project'é full
time use, and since‘it was only a few miles from the University, it

became the headquarters unit where most of the seminars were conducted. T3

B SO

The principal and faculty at Decatur ﬁ?ovéd to be most generous and
gracious hosts, willingly sharing all of their facilities with tventy

interns, and some eighteen or more Tri-University Project teacher par-
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The Fieid Base: : .
-

As indicated in the Introduction,Athe program was designed to
apply a numbeerf assumptions about teacher_education in a field
setting, specifically in pubiic school classrooms. vIt was anticipated
thaﬁ students would engage in a series of teaching activities of increasing
duration and complexity over the year, concurrent with a program of
instruction in educational methods, materials, and strategies of
instruction. As shown schematically in Figure 1, prospective teachers
would have a minimum amount of classroom participation early in the
fall, serving as teacher aide;, tutors, teaching assistants, and gradually
increase their classroom involvement to assume respoﬁsibility for
instruction in one or two subject areas by winter. By spring they would
be ready for full time responsibility for the instruction and management
of the entire classroom.

The design of a field centered program won strong favor with
the prospective teachers who were most anxious to have early practical
classroom experience and wanted to avoid the irrelevant and theory-
oriénted experiences that they had either experienced or heard about
at the University. In reality, however, many factors made it very
difficult to operate as planned. The chief reason probably was that
role defiuitions for cooperating and prospective teachers had not been

adequately worked out in advance of the program. The prospective

teachers were viewed as student teachers and it was assumed that

.

they were fully prepared and ready to begin teaching at once. In

addition, rigid scheduling in many of the field SChoolé made it
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almost imposéible to deviate from fixed arrangements. Almost uniformly
fhe.3—R's were taught in.the morning. It was virtually impossible
for the interns to plan any other type of activity such as art; creative
dramatics, or extended discussion on current issues‘during this time.
Some interns felt they were restricted to low level chores such as
collecting milk money and running off dittos and that they were almost
prohibited from meaningful contact with children. On the other hand,
when asked to assist with small group instruction, particularly in
reading or language arts, théy suddenly realized their own inadequacies
;

and asked for a ''crash course" on methods and materials in the teaching
of reading.

A further complication was found ia the day-to-day adjustments
that were necessary as the field-center school learned to live with a

program which was largely external to the school's own program. It is

fair to say that misunderstandings prevailed. The principals had been

~only hurriedly briefed by the project directors and while they were

largely sympathetic with the program and its general goals, they had not
participated extensively in the development.of its philosophy of the
design of its operation. Many of the cooperating teachers were chosen
by the principal with little real knowledge of the program; some were

not informed untii’almost the day school opened; Probably the greatest

concern was the presence of six or eight interns in a building that

was already crowded and had little or no elbow room. It must be said,
however, that the principals were extremely generous and resourceful in
supplying or making over some kind of working space for the program.

Nevertheless, the presence of prospective teachers was .not always

viewed with the universal enthusiasm and the cordiallity of their
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;ﬁitial welcome rapidly diminished as some of the interms failed to
observe the unwritten social amenities of the school. Principals

began to receive complaints that the interns took up all the chairs in
the faculty lounge; the éoffee urn was emptied and fresh coffee was not
remade in ;iﬁe for the teachers' coffee breake 'Erievanceé such as these
had a habit of smoldering fo; several days and then blowing up out

of proportion resulting invé crisis gituation with many long phone
conversations and hurried visits to the schonl to attempt to defuse

the situation and restore harmony. The principals, sympathetic as they
were, were often caught between an unhappy faculty and a desire to
cooperate with the University's program. In‘two‘ihsfancés,‘situations
such as these were the spark which touched off é much larger conflict
between the building principal and the faculf& over a series of long-
standing and unresolved pfoblems, entirely internal to the school and

- _unrelated to this Project.

Man§ of these problems were gradually overcome by the winter of
1970‘as a more effective liason was worked out between the project
staff and the cooperating sch0ols. By spring thipgs Qere more harmonious
and most of the interns were operating with a high degree of effectivé—
ness. But by then we had all learned to live with-the minor daily .
crises.' Growing-ﬁains such as these undoubtedly cannot be avoided, but
they certainly can be reduced by more careful advance planping with all
who are to be involved and by having the courage and wisdom to delay
the launching of any program that hasn't worked out such details ‘at the

outset.

22
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Recommendation 1

The principals and
schools need to be
characteristics of

Recommendation 2

The principals and
in the development
teachers.

Recommendation 3

18

cooperating faculty of associated puklic
thoroughly oriented to the goals and

the program.

cooperating faculty need to be involved

of performance objectives for prospective

Cooperating schools should be selected on the basis of’

demonstrated innovations as well as on the basis of rep-

resentation of contrasting socio-economic school communities.

Recommendation &

To avoid unnecessary discord with cooperating teachers, pros-

»

: pective teachers nzed to be alert to the concerns of the faculty

regarding parking and lunch facilities, use of supplies, etc.

‘Thése trivial matters must not be allowed to interfere

with the development of a school climate that will provide the

greatest potential

Recommendation 5

for the growth of prospective professionals.

Selected cooperating schools and their faculties need to

demonstrate a willingness to provide conditions that will

permit the prospective teachers to function as a tutor,

teacher aide, teaching assistant; and full-time teacher.

Recommendation 6

Sufficient lead time (3 academic quarters) needs to be provided

to plan and implement this training of cooperating teaéhers in

23
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such generic teaching competencies as inquiry, simulatiqn,
exposition, use of media, writing!béhavioral objectives,
questioning, evaluation, recent developments in specific
curricuiar areas, and interaction analysis.

Recommendation 7

Cooperating schools need to provide a setting that supports the

systematic study of teaching and learning.

A Laboratory Setting:’

| In addition to utilizing cooperating public schools as field
base centers, they were to serve as laboratory settings for learning
about the teachiﬁg and learning proceés in much the éame way‘that
Dewey had envisioned such a laboratory environment as long ago as 1904.l
In discussing the differences between what he called an "apprenticeshipﬁ
program for training student teachers and a laboratory setéing, Dewey
emphasized the need for allowing student teachers to try out their ideas,
to experimen;lwith them, to carefully aﬁalyze the results, and to discuss
and evaluate the entire process with their preofessors.  Student teachers;
Dewey hoped, would study the feaching and learning process in the same
scienﬁific way that they studied the matural environment around them in
physics, chemistry, and biology laboratories. They would be free to
modify the methods of teaching, the nature of the curriculum, and the

conditions and materials of learning as the needs of the situation

seemed to indicate. It was anticipated by the project staff that given

'

[

‘ lDewey, John et all. The Relation of Theory to Practice in
the Education of Teachexrs, 3rd Yearbook, Part I, the National Society

for the Study of Education, (Chicago: University of Chigcago Press, 1904).
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a program of limited classroom involvement early in the fall the pro-
sﬁective teachers would be able to use th;;e as 1aborétory activities
for studying the teaching and learning process. It was hoﬁéd that a
series of short, but carefully planned activities carried out in the
classrooms would provide the necessary experiences for understanding the
theoretical dimensions of teaching: the psychology of learning, the
social &namics within the classroom and school context, and the
philosophical foundations that underéird curriculum development and
strategies of instruction.

This goal proved to be? rather naive and impossible to attain
for several reasons. First, the Project staff had n5 influence over
the objectives, teaching practices; or daily activities in the classrooms
of the cooperating teachers. Even where good .cooperative Felationships

3

prevailed, sufficiently strong differences of opinion that interfered

-with the establishment of experimental conditions. Many interns

and staff members perceived.the cooperating teachers as strongly

oriented to maintaining an existing program with little variation per~
mitted. Canversely, cooperating teachers viewed staff and interns as
indifferent or even opposed to the need for order, discipline, continuity
in the program, and as too ready to question or reject commonly used

or accepted practices.

Second cooperating teachers were mnot released or relieved from
any of their regular teaching responsibilities. Typically in most student
teaching situations, the function of cooperating teachers was a voluntary
addition to all of their regular work.  Thus, these teachers felt a

keen sense of responsibility for the planning and daily operation and

management of the classyoom. They were unwilling to permit wide fluctua-
b Ry )
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tions in routine or deviations from the existing curriculum. Lastly,

sufficient lead time was not built into tHé:early planning stages of the

program to permit a full partnership relationship to develop among

all interested parties: the university staff, the school officials,

cooperating teachters, prospective teachers, and members of the community.
Perhaps creating a laboratory setting was not an attainable goal

given the circumstances. The history of teacher education is littered

with remnants of laboratory schools, campus demonstration schools, and

experimental centers that have either been so free and experimental

that they lacked the reality of the actual public school setting, or

they-became rigid models of a particular.form of teaching and lost

their experimental character. What the project sought to achieve was

2 mix that would stand somewhere between these extremes. This mix

would be marked by sufficignﬁ flexibility in its approach that it could

dare to be innovative and experimental. At the same time, it was the

Intent of the program to bear sufficient resemblence to typical school

settings that it would have credibility with college students and

practicing teachers and would not suffer the label of being an "ivory

tower." “

Recommendation 8

That in-service training for clinical associates precede

the start of the intern training program.
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Selection of the Clinical Associates (Cooperating Teachers):

Late in spring, 1969, conferences'wéré held with the principals
of the schools selected to participate in the program. On the basis
of the general 6utline of the program, the principals were invites *to
nominate ten cooperating teachers to participate.

To emphasize the involvement at field level, and to indicate
the enlarged scope of responsibility with the Urniversity faculty, the
term "clinical assoclate" was coined to describe the function for which
the cooperating teacher was being trained. It was borrowed from Medical
Schools, where the position of "clinical aséociate" has been common

for many years. It was envisioned that the clinical associate would

perhaps be employed jointly by the public school district and the

college or university. His position would be not unlike that of the

supervising laboratory school teacher in the old normal school or
teachers' college except that his home base would be in the public
school rather than on the college campus. He would be in a favarable

lccation to help interns translate learning theory into teaching

i
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practice.

This position was also crusistent with trends emerging in the :
State of Washington related to the training of teachers. A set of

proposals, commonly knovn as the Fourth Drgﬁpz envisioned that school

systems and professional associations, as well as colleges and universities,
might engage cooperatively in teacher education programs. In addition,

there would be an educational staff associate certification for persons

2Allen,'Wendell C. and Drummond, William H., Statement of Standards for

‘ Preparation of School Professional Personnel Leadinp to Certification?
[]{U:‘ - Fourth Draft. Olypmia, Washington: Superintendent of Public
> Instruction, State of Washington, April, 1968.
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whose primary function would be in the training and supervision‘of new
and inexperienced teachers. Thus, the difeétors of this Project
took the position that if the traditional role of the cooperating
teacher was to éhange from one of limited iq?olvement to a fully cooper-
ative venture with the ﬁniversity in the education of new teachers,
then a new role definition and specialized training would have to be
provided.

Recognizing that the Clinical Associates were to be a vital
link in this program, criteria had to be developed for their selection.
Unvortunately, a review of the pertinent l;terature and educational re-
search provide little information. General characteristics such as warmth,
non~directiveness, competency in subject matter, and recognition as a
masfer teacher in the classroom were gener;lly cited as being critical.
But what measures could be considered adequate predictors of such be-
haviors? Some consideration was given to the possibility of administering
a battery of objective test instruments such as the Graduate Record
Examination, the Minnesota Teacher Attitude Test, the Minnesota Multi-
Phasic Inventory, and the like, but this approach was quickly discarded
because it would be too difficult to administer the tests to a large
enough population from which to sei;ct poténtial teachers in the limited
time available. It was also obvious that such a screening measure would
have been too easily misunderstood and establish unnecessary barriers
to the recruitment of cooperating teachers. Some more general

criteria were discussed and mutually agreed upon by the staff and

the principals *: serve as guidelines for selection:

28
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a. Some previous experience in supervising a student

teacher.
b. Recent graduate work in teacher education, preferably
the completion of a Master's degree.
¢c. Willingness to participate in the program. Participation
would include the supervision of prospective teachers
each quarter and participation in a program of in-service
education throughout the year.
d. Recommendation by the school principal.
In the final analysis the recommendation by the school principal
became the detérmining factor. From an inspection of bicgraphical
- data on application forms, it was evident that there was as much variation
on the aforementioned criteria within a siﬁgle school as between schools.
On a subjective basis, it appeared that persoaal rapport wiéh the principal

was a key factor in selection,

Recommendation 9
Primarily, cooperating

teachers should be selected on the basis of demonstrated
innovative practicés. Optimally, observations of these class-
rooms needs to be made. Additionally, an interview may be
held With the cooperating teacher to determine if he or she is
willing to participate in a range of in-service activities.
Recommendations from principals and grade point averages should

also be reviewed,

- 29
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Training of Céoperating Teachers:
| It has long been racognized that the cooperating teacher is

the single most_important factor in sﬁpiﬁg the prospective teacher's per-~
formance. In most cases this has meant that the student teacher has
had only one model for teaching and because of the pressures of the
situation, he has often had to conform to that model. In setting up
this program, it was planned that there would be a variety of models
for the interm to observe, analyze, and possibly emulate since they
would haVe'experiences in thre? different schools. In addition the
clinical associates would be thbroughly familiar with recent developments
in teaching and would be outstanding exemplars of the instruétional
meﬁhods that .the interns would be learning'during the year.

It was also recognized, however, that many of the prospective
clinical associates had had no formal study in training and working
with a student teacher, aﬁd~that many were unfamiliar with some of
the neWer'debelopments in teacher education which would be a part of
the intern's training.. For tﬁese reasons.plans were made to offer an
in«sérvice training program during the schocl year and to provide University
credit for it.

Some rather broad objectives were spelled out at an early
Planning conference:

The Clinical Associate will be able to:

1. Distinguish between personal style and those behaviors
based on research principles of learning.

2. Demonstrate a commitmant to theories of teachipg and
learning. . L

3. Translate theoretical knowledge into practice.

30
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4. Demonstrate use of analytic instruments for the analysis
of an intern's teaching.

op ‘remedial prescriptions
from available alternatives.

5. Iﬁterpret, diagnose and develo
6. Provide supportive help in a counseling~type interview
to hglp interns assess strengths and weaknesses.

An analysis of the role of the clinical associate indicated
that clinical associates should have subject matter, research,
technical, administrative, pedagogical, counseling, supervisory, and
evaluative competencies.

A series of training sessions during the fall and winter quarters
dealt with a variety of systems for observing and analyzing teacher be-
havior. These included the cognitive levels of questioning based on
thé Bloom taxonomy;3F1anders' verbal interaction analysisfiand Hanson's
éystem for content analysis;Snicknaﬁed"FLABK}because of its combination
of elements from Flander's interaction analysis and Taba's.strategies
of teaching. The spring quarter included training in shifting one's

style of teathing and in the use of the Sony video tape recorders.

¢

3 Benjamin S. Bloom, editor. Taxonomy of Educational Objectives:
Handbook I--Cognitive Domain. New York: David McKay, 1956.

4
Ned A. Flanders. Analyzing Teacher Behavior Reading. Massachusetts:

Addison-Wesley, 1970.

> John Hanson, "Content Analysis," Unpublished paper, School of
Education, University of Oregon, 1968. ‘
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Assessment of Strengths and Limitations:

The clinical associates were nearly unanimous in their %eactions-
that the materials in the training program described above gave them
a new way of focusing upon the teaching act without engaging in pef—
sonal likes and-dislikes, whims, or capricesl It allowed them to take
a more objective approach to specific teaching behaviors, such as
levels of questioning, pupil-teacher interaction and reinforcement
strategies. Most felt that they gained personally and pr.fessionally
from their participation in the program and can approach with much greater
confidence the task of evaluating prospective teacher's performance.
They were also willing to work with one another using the observational
instruments described to provide feedback about one another's teaching
at the perer level.

There are, on the other hand, some serious limitations that
must be mentioned in assessing such a program. \The first of these is

the need to free the Clinical Associates from all or a large portion of

their current teaching responsibilities. Even under the favorable

ERIC

Aruitoxt provided by Eic:

conditions of-the Project, it was very difficult for the Clinical
Associates to '"steal" the necessary time for planning, making and
evaluating video or audio tapes with an intern-teacher, and af'the
same time meet existing commitments for faculty meetings, professional

5

aséociateions, and parent conferences. Training sessions that were
originally held during schogl hours had to be switched to tha late
afternbons.

The. noticn of concurrent training for the clinical associates
was an expedient one, and hindsight sugégsfs now that it was a poor

one. Had the clinical associates been selected and trained during the

pPreceding spring or summer, It would have been possible to provide much

. A
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more systematic feedback for prospective teachers during the fall
quarter when they were engaged in limited *tutoring and small group
instruction.

Role Conflict: :

Lastly, there is the consideration of the dual role expectancy
of a clinical associate. Unless he is relie&ed of all or most of his
teaching responsibilities and is clearly assigned a new role, he is
still regarded as a teacher by his colleagues and by the administration.
As such, there is strong peer pressure to conform to the '"Establishment
set”" or the traditional mores that prescribe the roles and norms of the
school culture: |

The good classroom is a quiet classroom;

Reading must always be taught from 9:00 to 9:45,using only
a basal text;

It's a sign of weakness to send a child to the principal's
office; ' ‘

But most important, don't make waves or rock the boat by
being very different from the rest of us.

Our point is that the Clinical Associate must Be sufficiently
Iree'of full time responsibilities to help interns bry out new ideas,
particularly those that may depart from conventinnal wisdom or established
orthodoxy. As Dewey has implied, the training of teachers in the
laboratory setting must be recognized as the cutting edge betwaen ﬁhe
theory and research developed at the Univefsity and the day-to-day
professional practice in the classroom, otherwise we merely reinforce
the status-quo. With the increased use of team teaching, felxible

scheduling, or differentiated staffing concepts, the clinical associate
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can be assigned a half or three-quarter time responsibility to York with
interns, with.the remaining time used to Jéﬁonstrate or model wvarious |
teaching methods.. In this way he would be freer to suggest and support

a far greater réngé of non—traditional practices and also see that

the intern is accountable for following through on the consequences

of hié actions. It is not difficult to envision the situation in which

a clinical associate would be largely responsible for the supervision

and training of some 6-~10 intern teachers on a full-time basis. Such
pians are already in operation at Michigan State University and elsewﬁere
and appear to be quite successful.

Recommendation 10

Teachers who are to serve as clinical associates should be

chosen from among those who have completed the in-service training

o,

course.

Recommendation 11

The in-service training course should concentrate upon some

generic aspects of teaching such as teaching strategies,

behavioral objectives and methods of evaluation, systematic
measures for the analysis of teaching, and counseling and
supervisory techniques for working with interns.

Recommendation 12

"That the clinical associate be freed from all or a large part
of his classroom teaching responsibilities if he is to super-

p vise as many as 6~10 interns.

34



CHAPTER 2 -

Selection £nd Training of Tnterns

A. Selection of Interns

The selection of_pr03pective_teachers (interns) for participatién
in a fleld-oriented, parformance--based program was a complex task.
Traditional requirements in the College of Education demanded a grade
point average of 2.50, proof of physical and mental health, and éatisfactcry
completion of a course entitled Introduction to Teaching, Hoﬁever, these

minimal requirements did not appear to be sufficient for an éxperiméntal
professional preparation érogram that was more intensive in it;.demands
for demonstrable professional competence. Fﬁrther, random acceptance of
students as participants in the initial trial of a performance-based program
would subject the experiment to unnecessary duress. It seémed reasonable
to assume that in its first year an experimental program should not be
deliberately confronted with the many proﬁlems that accompany the invclvement
of students who are marginal academically or those students whose personal
qualities do not provide a positive index of their pfedicted teaching
success. The fact tﬁat this program was an initial trial, coupied with
the increased demaﬂds of a perférmance—based program,'contributcd to the
complexity of the Selecfion'process.

In order to obtain a more accurate profile of the prospective teachef,
interviews were scheduied with each applicant. During a half-hour interview,

ERIC - 35
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a deliberate attempt was made to establish threé points of information
about the applicant. First, was he committedfgﬁ teaching on a career
basis? Second, did he demonstrate leadership qu%lities? Third, had he
completed previous éxperiences with children successfully? The interview
ended only after-conclusions were reaéhed with respect.to each of the three
points. | )

In summary, the selection process required a 2.50 g.p.a., completion
of an academic major, and successful ratings as the result of a personal
intervigw. On tte basis of this informatiqn, twenfty prospective teachers

(interns) were selected from a total of approximately forty applicants.

A self-selection factor is also involved whenever applicants. are screened

for a new or special program such as the Experimental Model for Teacher

Education. Only those students who are seeking & departure from traditicnal

teacher education programs apply. Although their indiﬁidual reasons are
_ varied, it seems plausible to‘assume that such students demonstrate more
.initi#tive‘and independence than a random sample of students-in the regular )
Program would demonstrate, |
With respect to seventy-five percent of the applicaqt; selected, the
process described above resulted in participants who had little difficulty
meeting the performance sténaards. In four or five caées?.hdwever, interns.

experiencad substantial problems in demonstrating minimal competeancy -

standards.

Recommendations

1. Since a performance-basecd program probably requires more rigorous

standards of professional performance than regular programs in teacher

e 36
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education, each applicant ghould meet more than the minimal admission
requirements designed for the regular progfamf

2. Interviéws should be céﬁducted in order to provide information
that will serve as -P¥8dfcﬁtQI$of teaching succéss.
3. In addition to interviews, letters of recommendation should be

solicited from previous employers as well as from those individuals who

supervised the applicant's previous experiences with children. This

practice was not iwplemented Ly the Experimental Model for Teacher Education.
If such recommendations had been obtained, these statements probably would
have eliminated those four or five individuals who experienced an inordinate

amount of difficulty meceting the requirements of the program.

B. Development of Ohiectives and Training of Interns

‘Programs in tcacher education.often address the deyelopment of
objectives and the determination of evalugtion criteria as two.distinct
and.separate processes. BSuch a dichotomous approacg may result in programs
thét have expectancies that are neithef evaluated nor attained. 7The fact that
a performance-based program infegrates objectives and evaluation (performance)
criteria forces a merger of these processes. Two major questions that
niead to be answered in order to develép performance objectives are: (1)

'ﬁhat does a beginning teacher need to be able to do? (2) What behavior
vill demonstrate that he can perform these minimal feaching‘tasks?

The response to the first question forms thevobjective, while the

Tesponse to the second defines the performance criterion. These responses

integrate the definition of objectivesyith evaluation criteria.

]ERJk:‘ ' '_ :;7?
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Exampie of Performance Objective and Evaluation Criteria

Performance Objective

The intern will be able to prepare his own materials that will be

used as learning resources for a social studies unit.

Criteria

- 1. The intern has produced one saﬁple of each of the foilowing:
a. chart or graph
b. map
¢. ditto sheet
d. overhead transparency
e, audio tape

f. model

g. bulletin board

2. The intern has prepared a statement of criteria to be used
in the selection and collection of such materials.

3. Given a particuiar se£ of learning objectives, the intern
has prepared at least two different kinds of materials that he
used in a lesson. He was able to explain how these materials

would assist in meeting his instructional objectives.

.

_ Adapted from: Joe Decaroli, Sister Judith Shanahan and Jack Simpson,
Preliminary Statement: Behavioral Objectives - Teachcer Competence, Tri-
University Project, Experimental Model for Teacher Education, August, 1969.
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Individuals who have a command of the theoretical and research
R

knowledge in a particular field, as well as classroom teachers, need to

be involved in the development of objectives and in an analysis of the

various program components. The staff of the Experimental Model for

Teacher Education was representative of these groups. The?;%%%ined ihe
following components: classrooﬁ management, educational psychology, measure-
men? and evaluation, sociology of education, social studies education.
sciance education, language arts, reading, and mathematics education. 1In

most vases performance objectives and evaluative criteria for the Experi-

‘mental Model for Teacher Education were developed by individuals who had

considerable experience as classroom teachers or by graduate students in

education. Additionally, the writing of these objectives and criteria

s

was supervised by individuals who had considerable expertise in science
education, math educationz, educational psychology and social Studieé
education, rThe professional involvement of all of these individuals
proved to be indispensable to the development of objectives and criteria
that could be implemented in the operation of the program.

The implementation of pérformance objectives and performance criteria
wvere followed by designing instructional sequences. In most cases, thosé
individuals who were involved in the dévelopment of objectives and criteria
were also responsible'for'planning the instructional sequence. Instruction

for interns was provided in agpplied seminars. This term was developed to

2The objectives and criteria used for the math education compouent
were developed for another performance-based program operating in the
College of Education at the University of Washington. These objectives
were consistent with the overall objectives of the Experimental Model fox
Teachex Education. Author: Aaron Buchanan, doctoral student in math
© ation, College of Education, University of Washington.
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eﬁphasiZe the relétionship between the related research and theoretical
P

knowledge in a given field to classroom situations. Although.this goal

was not fully realized, those courses that were most positively perceived

by interns were the ones that developed this notion most powerfully.

Performance objectives and criterie are, in effece, prescriptions
that fhe intern must follow. As such, the individual intern may view
these prescriptions as a vehicie by which he is manipulated to perform as
others see fit. Some ;nterns demonstrated considerable frustration in
this regard. ThisAconditien is intensified if the individual integﬁ has net
played a part in the developmene>of these objectives and criteria. The
implications of this oﬁservatioﬁ are two-fold. First, involvement of
interns might be viewed as an essential part of the program development,
Secend, interns might be encouraged to deQelop alternate performance
objectives to replace:tﬁese ebjectives'that he can argue are not valuable
for his professional éurposes. The development of such objectives might
be supervised by'classroom teachers and other professional personnel.’
Both of these implications could serve to reduce the regimented or
prescriptive perceptions of performance-based programs.

Optimally, cooperating classroom teachers should be able to.
demonstrate the objectives and criteria that are the focus of ;he intern's
program. However, sinee Sueh objectives were developed by individuals
ﬁho had knolwedge as well as competence with respect to recent trends in

their particular field, .classroom teachers, who had completed their

professional training three to ten years ago, could seldom meet this

‘.
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condition totally. Since the classroom teacher is a powerful model. in

shaping the te.ching behavior of the prospective teacher, provisions to

update the skills of the classroom teacher are essential. Without such

inservice training, the effectiveness of the program provided for interus
: g prog pr

will be substantially limited.

Recommendations

O

ERIC
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evaluation i
Objectives and/criteria in performancq—based programs in

.

teacher education should be developed simultaneously.

These objectives and criteria should be developed by
professional persons who have expertise with respect to
a given component of the program in cooperation with

classroom teachers. .

Concern with respéct to the prescriptive nature of
performanée objectives can be met in either or botﬁ of the
following ways: |
a. prospective teachers may be involved in the
development of objectives and criteria.
b. prospective teachers may be encouraged fo
design alternate objectives and cfiteria
under the supervision of professional

personnel.

+
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Cooperating classroom teachers should receive appropriate
.

inservice training in advance, so that they are able to

wodel the same behavior that is expescted of interns.

Criteria in performance-based programs should be evaluated
on a pass/fail basis. Either the intern has met the

would be presumptuous to argue that the field of education

has gained sufficient precision to facilitate refined

grading practices. Although previous practice in teécher
education demonstrates considerablé use of five-point
grading scales, littlc specificity can usually be given

to each grading differentiation. lAt best, a pass/fail
grading system still demands a degree of proféssional

subjectivity in the evaluative judgment. However, a

grading scale that is more complex can seldom be substan-

‘tiated.

Provisions guould exist for ﬁhe intern to meet performance
criteria at any time during the program; Opﬁimally, if
the inter.. 1§ successful in completing all the criteria

at an advanced date, his Ee;tification should be granted

at that time.
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7. Optimally, evaluation of performance criteria should be
conducted by classroom teachers who have been trained to
Jemonstrate the performance objectives and criteria.

However, iIn the Egperimental Model for Teacher Education

the evaluation of interns was implemented by the
experienced teacher participants in cooperation with

those individuals who had designed the objectives and

criteria. Cooperating classroom teachers were not involved

o

in this process. Time was not available to train class-
. 1

room teachers to demonstrate the objectives and criteria

that the intern had to meet. Further, this experience

represented part of the training for prospective trainers

of teachers.

¢. Nature of Instruction for Interns

- .

Instructibﬁ for interns was provided during each of three academic
guarters. In each quarter, interns met daily for varying blocks of time
to fulfill instructional requirements. The program made an attempt to align
the content focus of these applied seminars-with the classroom experiences
go which interns were assigned concurrently.

During the fall duarter interns received instruction targeted on
‘classroom management, educational psychology and regding. At the‘nge
" time interns vere sﬁending four hours per week in classrooms. This arrange-

ment allowed application of some of their learnings directly into the

O

ERIC " 43

Aruitoxt provided by Eic:



.39

classroom. In order to maximize the potential of this arrangemcnﬁ;_instruc—
tion needs to be designed in a manner that.faéiiitates immediate applica-
tion in classrooms. Generall& speaking, the instructors in these applied
seminars did not pléﬁ this instruétion in tﬁis vay and interns did not

feel prepared to assume a concurrent teaching-role in the classroom.
Attaining this kind of applied instruction was difficult for several reasons.
The instructors had not been sufficiently involved in éhe plannipg phase of
thé program. Additionally, such instruction necessitates a substantial
departure from the lecture discussion style used by the instructors of

many methods courses. Cooperating classroom teachers were not engaged‘
sufficiently in the planning and consequently it was difficult, if not
impossible, to coordinate éhe applied seminars with the classroom plans

of the teacher.

Description

For five weeks of the second quarter interns were assigned to class-
'roomsAfor two hours each morning. At this time, they were responsible for
ti:2 teaching of reading. Generally, the interns perceivéd this arrange-
sien: c¢hat allowed them to apply the knowledgé they had acquired fall
gﬁattcr in their classrooms to which they were assigned the following
‘quarter as & more consfructiVe arrangement than that which pgrmitted an
immediate application of these learnings. The interns argued that at
‘the completion of the applied seminar, they were able to synthesize the chief

components of a reading program and, therefore, they were not functioning
A Y

ERlC . . a4
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in a fragmented way. It is our observation, however, that if the inétruc~
tion-was coordinated with the planning of class%oom teachers, conéurrent

. : - . .
application would have been perceived more conétructively. In the after-
noons; interns received instruction in language arts and mathematics
education.

During the last five weeks of winter quarter, the interns continued
their daily two hour block in classrooms. At this time they were respénsible
for instruction in language arts and/or mathematics. ihis sequence permitted
them to apply the learnings that had been provided the first five weeks in
ap?lied séminars for language arts and mathematics. During the afternoons
they received instruction in écienée and social studies education.>

.In each of these applied seminars, intermns were given a list of
behavioral objegtives. The intern could demonstrate-that he had fulfilled
these objectives during his limjted teaching experience in the_winter
quartef or duxring his full-time ‘teaching experience in the sﬁring quarter.

The spring quarter was divided into a two week and an eight week
block. During the first two weeks interns received instruction in educa—-
ti;nal sociology, evalqatioﬁ and measurement and in a variety of observa-
tional instruments. For the 1€st eight weeks they were assigned to full-
time teaching in classrooms. During this time, instructors of the applied
Eeminars visi;ed classrooms to establish whether interns were_meeting

"specific performance criteria. This ¢va1uation was supported by the
experienced teachér participants who were assigned to interﬁs on an
individual basis. ,-

The following diagramhillusﬁrates the instructional sequence and its

relationship to the interns' classroom expeirience.
) : ~
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Fall Quarter

[ weeks /] 6 weeks

Introduction to Teaching: Class room experience:
A Sinmulation Exercise a. Teacher &4ides
Development of games that b. Teaching Assistants

illustrated powver rela-
tionships in the class-
room, the school, and Applied Seminars-
the community

c. Teaching 4 hrs. /week

Educational Psychology

Reading

Winter Quarter

5 weeks [/ 5 weeks

2 hours classroom teach- 2 hours classroom teaching

ing Language Arts

Reading' Math

C e
Appllgd seminars Applied Seminars

a. Language Arts a. Science Educatioen

b. HMath Education b. Social Studies Education

Spring Quarter

2 weeks / 8 weeks

Educational Sociology Full-time teaching

Evaluation

Observational Instruments
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Recommendations . -

1.

-
The program for interns should be characterized by instruction

that permits immediate translation in. classroom practice.

Several weeks in the planning phase of the program should be
provided to coordinate classroom activities with instruction

in the'applied seminars.

v

The program should permit the intern to demonstrate the

behavioral objectives at, any time.

Those persons who provide instruction in applied seminars
should also be responsible fo: . raluating the performarnce

criteria as demonstrated by the int.: "s.

Optimally, classroom teachers should be trained in advance so

that they are able to assist with the evaluation of performance

criteria.

47
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Chapter Two: Selection and Training of Interns.

1. Since a performance-based program prooubly requires mcre rigorous standards

‘ of professional performance than regular programs in teacher education, each
applicant should meest mcre than the minimal admission requirements designed
for the regular program.

2. Interviews should be conducted in order to provide information that w111
serve as a predictor of teaching success.

3. In addition to interviews, letters of recommendation should be solicited
from previous employars as well as from those individuals who supervised
the applicant's previous experiences with children. This practice was
not implemented by the Experiences with children. This practice was
not implemented by thz Experimental Model for Teachzr Education. If
such recommendations had been obtained, these statements probably would
have eliminated those four or five 1nle1duals who experienced an 1nord1nate
amount of difficulty meeting the requirements of the program.

4. Objectives and cvriteria in performance-based programs in teacher education
should be developad simultaneously.

5. These objectives and «riteria should be developed by professional persons
who have expertise with respect to a given component of thz program in
cooperation with classroom teachers. i

5. Concern with vespect to ths prescriptive nature of performance objectives
can be met in either or both of the following ways: T
a., prospective teachers may be involved in the development of objectives

and criteria. '
b. prospsctive teachers my be encourdged to design alternate objactives
- and critevia under thes supervision of professional parsonnel.

7. Cooperating classroom teachers should receive appropriate inservice training
in advance, so that they are able to model the same behavior that is
expected of interns.

8. Critexia in performarnce-based programs should be evaluated on a psss/fail
basis. Either the intern has met the conditions specified in the criteria
or he has not. It would be presumptucrus to argue that the field of
education has gainsd sufficient precision tc¢ facilitate refined grading
practices. Although previous practice in teacher education demoustrates
considerable use of five-poini grading scales, little specificity can
usually be given to each grading differentiation. At best, a pass/fail grading
system still demands a degree of professional subjectivity in the evaluative
judgment. However, a grading scale that is more ~onplex can seldom be
substantiated.

9. Provisions should exist for the intern to meet performance criteria at any
time during the program, Optimally, if tha intern is successful in completing
all the criteria at an advanced date, his certification should be granted
at that time.

10. Optimally, evaluation of performance criteria should be conducted by
classroom teachers who have bean trained to demonstrate the performance
obJectlves and criteria. However, in the Expe*lmental Model for Teacher

B lCucagipﬂ the evaluation of interns was implemented by the exparienced
B o]




11.

12.

13.

14.

15.
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teacher participants in coopsration with those individuals who had
designed the objectives and criteria. Cooperating classroom teachers
were not involved in this process. Time was not available to train
classroom teachers to demonstrate the objectives and criteria that
the intern had to meet. Further, this exparience represented parkt of
the training for prospective trainers of teachers.

The program for interns should be characterized by instruction that
permits immediate translation in classroom practice.

Several weeks in the planning phase of ths program should be provided to
coordinate classroom activities with instruction in the applied seminars.

The program should permit the intern to demoustrate the behavioral
objectives at any time. '

Those persons who provide instruction in applied seminars should also
be responsible for evaluating the performance criteria as _demonstrated
by the interns. :

Optimally, classroom teachers should be trained in advance so that they
are able to assist with the evaluation of performance criteria.
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PERT DIAGRAM

EXPERIMENTAL MODLL FOR TEACHER EDUCATION

1969-1970 ACADEMIC YEAR

WOTF: This diagram is descriptive of the experimental
program for Teacher Education as it was implemented in the
19691970 academic year. It is mot to be confused with
the predictive model that follows. The‘function of the
above diagram 1s a contrastive one. Timé indicated between
events indicates the actual time spent on each successor
event. C :

gy
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Experimental Model for Teacher Education
PERT Events

1969~70 .

1. Conceptualization of the model started.
2, Conceptualizaiion of the model completed,

3. Approval obtained from the Dean of the School of Education to certify
students who successfully completed the program.

4, Refinement of the program completed.

5. Selection of staff completed.

6. Orientation of staff completed,

.7. Development of performance standards ani critefia completed,
8. Cooperative arrangements with cooperdting schools secured,
9. Equipment,supplies, office space secured,

10, Selection of twenty prospective teachers completed.

11. Cooperating faculty selected,
12, Orientation of cooperating faculty completed.

13, Orientation of prospective teachers completed.

; 14, Development of instructional packages in classroom management, educational
7sychology and the teaching of reading by staff and experi nced teacher
participants completed,

@ 35. 4Analysis of decision-making in the cleassroom, school and comm: aity by
& prospective teachers completed (simulaiion games).

16, Classroom experiences a: tutors,teacher aides and teaching assistants
completed by prospective teacher. :

17. Instruction in appiied seminars in classrcom management, educational
psychology on the teaching of reading completed,

18, Instructional package for cooperating teachers completed.

19. Limited teaching experiences (four hours/week) for a six week period coin-
pleted by prospective teachers,

'20. Initial phase of instruction for cocperating teachers completed.

.0 21, ‘Instructioral packages for prospective teachers in the teaching of
fFRIC .. language arts, math, science and social studies completed,.
P ] . - : .

o=
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22,

23,

24,

25,

26,

27.

28.

.29,

30.

31.

‘32,

33.

ERIC
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Applied seminars for prospectlve te achers in the teaching of language
arts, math, science and social studies completed by staff and experlenced
teacher participants.

_Half time teaching for a ten week period completed by prospective teachers,

Supervision of prospective teachers for a ten week period completed by
experienced teacher participants.

Second phase of instruction for cooperating teachers completed.

Instructional packages'in evaluation and measurement and observational
teaching instruments completed by staff,

Instruction in evaluation and measurement and ob:  ~ ational feaching

" instruments conpleted,

Instruction in educational sociology completed.
Full time teaching (eight weeks) by prospective teachers completed.

Evaluation of prospective teachers by experienced teacher participants
completed, ~

Processing of gradcs completed.
Third phase of instruction for coopecating teachers completed.

]

Certification is granted for both cooperating teachers (Clinical Associates)

‘and prospective teachers.
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Chapter 3

. i .,
The Experimental lModel for Teacher Education: ~Sequence

in this chapter, two saquential (Pert-type) diagrams are presented.
The first of these diagrams describes the program as it was developed and
implementad in the academic year 1969-1970. Each circle represents a
significant event in the program. The number indicated between events rep-
resents the amount of time that elapsed before a successor event was completed.
The total time span involves cover dates from March 15, 1969 to June 15, 1970.

The second diagram presents a revised sequence of events predicated

or the experiences of 2 single trial of the program. In this d agram the

times designated for some successor events have been altered. However, the
chief contrast with the first diagram is found in Ahe total time span
represented. This time span embraces two academic years. The major alteration
is the provision for the training of cooperéting teachers (clinical
associates). 1In the proposcd model trainirg for cooperating teachers is
provided in the'academic year and summer session preceding the tr ‘ning of
prospective teachers (interns). The reader should review the diagram

carefully to assess both the significance and comprehensiveness of the

events that are designated.

NOTE: Each diagram is keyed to the list of events that accompany it.
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PERT-TYPE DIAGRAM

PRGPOSED MODEL FOR TEACHER EDUCATION

{(TWO ACADEMIC YEARSS
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Propoéed Model for Teacher Fducation: 'PERT Events
1. Sfaxt of the program

2. Approval frow the Office of the Dean of the College of Education secured
{(for certification of students who complete the program) .

3. Selection of an advisory board cgmpleted.

4, Selection of staff completed.

5. Orientation of staff comgpleted.

6. Approval and selection of cooperation schools secured and completed.

7. Orientation of faculties of cooperating schools completed.

8. Development of performance objectives and criteria completed.

9. Technical and bureaucratic arrangements within the University completed.

10. . Acquisition of equipment, office space, and supplies completed.

11. Selection of cooperative teachers completed.

12. Analysis of decision-making in the classroom, échool,'and community by
cooperative teachers completed. ' '

13. Instructional packages for cooperating teachers completed.

14, Initial phase of instruction for cooperating teachers completed
{(behavioral objectives, questioning). ;

15. Second phase of instruction for rcoperative teachers cempleted
(observation measures).

16. Last phase of instruction for cooperative teachers completed
(videotaping of prospective teachers, feedback conferences).

17. Selection of prospective teachers completed.
18. Orientation of prospective teachers completed.

19. Analysis of decision-making in the classroom,school, and community
completed by prospective teathers.

20. Classroom experiences as tutors, teacher aides, and teaching assistants
completed by prospective teachers.

21, Instructionaltpackages for prospective.zeaéhers completed for the
following areas: :

ETRTT

Q
ERIC classroom management
educational psychology 59

A e ik



ERIC

Aruitoxt provided by Eic:

22,

23.

24,

25.

- 26.

27.
28.

29.

30.

teaching of reading
teaching of language arts
teaching of social .-tudies

- teaching of science

teaching of art

teaching of music

teaching of physical education
evaluation and measurement
observational teaching systems
educational sociology

instruction in applied seminars in classroom management, educational
psychology, teaching of reading completed by prospective teachers.

Limited teaching (four hours per week) completed by prospective teachers.
Applied seminars in the teaching of language arts, social studies,
science, math, art, music, and physical education completed by
prospective teachers. ' .

Half-time teaching completed by prospective teachers.

Instruction in educational sociology, evaluation and measurement, and
observational teaching systems completed. :

Full time teaching completed by prospective teachers.

Evaluation of prospective teachers completed by cooperating teachers.

Processing of grade cards, certification applications completed by
prospective and cooperating teachers.

Certification is granted.



Proposed Model for Teacher Education

v : Average Time for each PERT Activity

Time Estimate Formula: t_ = a it gm + b
a1 m2 b.3 t 4
3

1. 2 days 7 dayé 14 days 7.3 days
2. 2 days -7 days 14 days 7.3 days
3. 21 days 28 days ' 35 days = 28.0 days
4. 14 days il days 28days | 21.0 days
5.. 2 days 3 days 5 days 3.3 days
6. 7 days 14 days . 21 d;ys. "~ 14.0 days
7. 3 days 6 days IOdéys 6,16 days
8. ' 56 days 40 days 68 days 47.33-days
9. 21 days 28 days | 35 days 28.0 days
10. 21 days 28 days 35 days 28.0 dayé
1. 7 days 14 days | 21 days ' 14.0 days
12. 21 égys 28-days 35 days 28.0 days
13. 21 days 28 days 35 days '28;0 days
14, 70 days 70 days 7 days - 70.C days
15, a | a a a
16. a a a a
17. 21 days 28 days - 35 days 28.0 days
18. 1 day 2 days 3 days 2.0 days
19. 21 days 28 days ’ 35 days 28.0 days
20. 14 days ' - 14 days . 14 days 14.0 days
21. 60 days 75 days 90 days 75.0 days

61

2

50*352

\el

40
4.0
5.43
5.43
.25
5.43
1.35
4.0
5.43
5.43
5.43
5.43
5.43

0.00
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22. 42 days 42 days 42 days 42.0 days 0.00
23. 42 days 42 days 42 days 42.0 days 0.00
24, 70 days 70 days 70 days  70.0 days 0.00
25. 70 days 70 dayé 70 days 70.0 days 0.00
26. 14 days 14 days 14 days - 14.0 days 0.00
27. 70 days 70 days 70 days 70.0 days 0.00
28. 210 days 210Adays 210 ?ays 70.0C days 0.00

29. 14 days 14 days 21 days 19.83 days 1.16

30. Certification is granted

NOTES: . s
la - is the optimistic time estimate
2m - is the ﬁpsc likely time estimate
3b - is the pessimistic time estimate
4ta - is the average time that the activity.wouldbtake if it were repeated
| many times
52 ~ describes the pncertainty about the fiﬁe for the completion of
an activity.’
6 ~ days are cilendar days rather than schecol days.

82




Chapter 4

Evaluation

Assessment of the Program:

0f the twenty prospective teachers who entered the program, seventeen com—

Pleted the program successfully and were certified. Of these, twelve ( sixty

per cent) individuals had obtained teaching positions as of June, 1970.

The employability of this group was approximately equivalent to that of those

individuals in the regular elementary teacher preparation program that

placed sixty-two fer cent of their students.‘ Three pérsons failed to

coumplete this program. Since these.cases haﬁe‘implications for performance

based pfograms, a brief profile of each follows:

1. Intern X Dbegan the program with a strong interest in schools as
socializing instituticus and with an‘intensé desire to worlk intensively
with children in the Central District. Early in October,.1969, he 1lezad-
a "rebellion" among the interns against what he believed to be the overly
structured design of the program. As a result, he and a2 group of five
6r six othefs‘were authorized to develop their own alternative objectives
and an observation-participation program. This particular student worked
independently in a second grade class in the Central District until
Thanksgiving time. From then on he left the area without explanation
and did not partiéipate in the program. It was learned subsequently
that he did volunteer work in a school in Harlem, New Vork, and lived
during the spring near the Harvard Campus. In may of 1970 he returned
to the University of Washington and sought to transfer from the College

of Edpcatiog to the School of Generxal Studies.

63
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.

2., Intern Y participated in the prégram'for the full year. He was placed
.in schools in the three differing socio~ecdh$mic areas. In each instance
the school principal asked that he be removed from the school program
after several weéks thére. Intern Y's patéerh of behavior was similar
in each situation: ‘he failed to plan adequately Zor his teaching
assignments, failed to keep his coopérating teacher advised of his plans
in a timely manner that would permit review of his plans prior to teaching,
and developed z habit of being late or absent for his teaching responsi-
bilities forcing the clinical associate to assume the teaching for him

" at the last minute without adequate plans or materials. Thfoughout the
year, intern Y was given an extensive amount of personél counseling by
Seﬁeral experienced teacher participants and staff members-affiliated
with the Tri-University Project. These per;ons helped review his lesson
plans, materials, observed his teaching‘regula?ly, and gave him maﬁy con-
étructive suggestions for improvement. Since the last request for his
withdrawal came within a’week of the close of the public schools, there
appeared no other option but to drop him from the pfogram. By special
permission, he was éllowed to sit for examinations in regular methods
courses at the University. He failed these examinations.

3. ig;gtg_& remained with the program for the year. Despite repeated
encouragement on thg part of the staff whe was unwilling to submit herself
for formal evaluation of her teaching. She would -consistently insist
that she was not ready or that thé céhditions in her classroom were not
right. Even when she prepared alternative objectives and ways of meeting

them of her .own design and choosing, she stilchould.not bring hersel.f to

say that she was ready to be evaluated on the criteria she herself
o |
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proposed. In the hope that some extended time and personal reassurances

might be necessary, several less forﬁal teabh&ng sifuations werergade

available to Intern Z during the summer, 1970. She at firct indicated

to the staff that she would be willing to attgmpt to complete her

requirements in this way, but later changed her mind and hever took

advantage of the opportumnities available. Ingern Z never completed

the program. |

It appears that performance-based programs may place additional demands
on prospective teachers. Since some considerable effort was made to select
candidates who appeared to have a higher probability of sugceSS in teaching,
the fifteen per cent attfition rate may fefleét that such programs are more
rigorous and demanding than traditional teacher preparation. Additionally,

for some individuals, the constraints of performance cyiteria pose an

insurmountable barrier.

Experimental Design:

Experimental design does not lend itsélf in our judgment to the
evaluation of developmental p;ograms such as the Experimental Model for
Teacher Education. Although it is possible to meet the criterion of random
selection of a sufficiently large number of subjects, the problem of holding ’
many variables constant in a teacher education problem are insurmountable.
Individual conditions arise that necessitate adjustments that are most likely
to minimize or eliminate the conditions of the experimental design. In this
program many such events occurred. For example, it was the intent of the
directors that the student spend each quarter in a contrasting socio-econcmic
school'commuhity. In several instances, the necessity of providing prospective

teachers with experiences that were consistent with their professional goals

o v
E l(jired.changes in the placement of teachers that were not in accord with
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the original desigﬁ.of the program. To do otherwise would ignore the

individual goals of prospective teachers. Many other examples can be cited.
However, this single gxampie should illustrate thg problem.

Although experimental design does not seem appropriate for evaluating
the entire program, it does seem possible to apply this method to isolated
components of the program. For example, one could contrast the language arts
instructional package with a traditional methods course in teaching language
arts by the performance of teachers and/or learners as dependent variables.

It should be kept in mind that experimental designs by their very

nature can only supply evaluative information after the fact. The results

!
!

can perform an information function in planning and revising the continuation
of the program. However, this information is not available for adjustments

that are necessary during the initial trial of the profram.

Evaluation:

In spite of the difficulties encumbered by experimental designs as a
vehicle for evaluation,‘the need for assessment is critical. One producti¥ve
strategy for evaluation appears to be found in the CIPP Model which includes
context evaluation, input evaluation, process evaluation, and product evaluation.
This model was developed at the Evaluation Center, Ohio State University,
and has been partially tested.

Context evaluation calls for the identification and definition of majdr
sub;ystems of the domain to be served, the unmet needs iIn the domaiq, and
the basic causal problemg underlying each need. Input evaluation involves

identifying and assessing system capabilities, available strategies, and available

O
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-

procedurcsl designs for the strategies. Process®evaluation identifies and
monitors the potential source of failure in a project withcut intervention.

Product evaluation assesses the effectiveness of the project. A complete

1

description of this model is to be found in Theory into Practice, 1967.

Most important, this model provides information that can be used as a basis

il

for decision-making in the on-going program. Teacher educators embarking on
new programs should find this tasted source especially helpful in planning

for evaluation of their programs.

1David S. Stufflebaum. "The Use and Abuse of Evaluation in Title IIL,"
Theory into Practice, 1967, pp. 128-129.
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APPENDIX

Recommendation 1

The principals and cooperating faculty of associated public
schools need to be thoroughly oriented to the goals and

characteristics of rhe program.

.

Recommendation 2

The principals and cooperating faculty need to be involved
in the development of performance objectives for prospecfive

teachers.

Recommendation 3

Cooperating schools should be selected on the basis of

demonstrated innovations as well as on the basis of rep-—

resentatiocn of contrasti.g socio-economic school communities.

’
i

Recommendation 4

To avoid vunecessary discord with cooperating teachers,
prospective ﬁeachers need to be alert to the concérns of
the faculty fegarding parking and lunch fa;ilities, =& of
supplies, etc. .These trivial matters-must not be allowed"
to interfere with the development of a school climate that

will provide the greatest potential for the growth of

prospective professionals.

Recommendation 5

O

"ERIC
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Selected cooperating schnols and their faculties need to
demonstrate a willingness to provide conditions that will
permit the prospective teachers to function as a tutor,

teacher aide, teaching assistant, and full-time teacher.
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Recommendation 6

Sufficient lead time (three academic quarters) needs to be
provided to plan and implement this training of cooperating
teéchers in such generic teaching competencies as inquiry,
simulation, exposition, use of media, writing behavioral
objectives, questioning, evaluation, recent developments in

specific curricular areas, and inte:iaction analysis.

Recommendation 7

Cooperating schools need to provide a setting that supports

the systematic study of teaching and learning.

Recommendation 8

In-service training for clinical asscciates precede the
start of the intern training program.

Recommendation 9

Primarily, coope ers should be selected on the

basis of demonstrated innovative practices. Optimally,
observations of these classrooms needs to be made. Additionally,
anAinterview méy be helid with the cooperating teacher to
determine iﬁ he or she is willing to participate in a range

of in-service activities. Recommendations from principals

and grade point averages should also be reviewed.

Recommendation 10

Teachers who are to serve as clinical associates should be

chosen from among those who have completed the in-service

training course.

ERIC - R
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Recommendation 11

The in—-service training course §h6§1d concentrate upon some
generic aspects of teacﬁing such as teaching strategies,
behavioral objectives and methods §f evaluation, systematic
measures for the analysis of teaching, and counseling and
superviscry techniques for working with interng.

Recommendation 12

The Clinical Associate should be freed from all or a
large part of his classroom teaching responsibilities if he

is to supervise as many as six to ten interns.

ERIC
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SAMPLE PERFORMANCE OBJECTIVES AND EVALUATION CRITERIA
USED FOR FINAL ASSESSMENT OF INTERN'S

PERFORMANCE I¥ CLASSROOM TEACHING
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Reading Objectives

Objective Pass

The intern will demonstrate a knowledge of the nature
of the reading process and its wvarious components.
Criterion Task

The intern is able to explain and to justify his view
of the nature of the reading process.

The intern will demonstrate his knowledge of several
types of reading approaches und be able to distinguish
among them.

Criterion Task

Given a list of reading approaches, the intern can
list two strengths and weaknesses for each and
defend his choice of the best approach.

The intern will demonstrate his ability to conduct a
directed reading lesson with small groups.
Criterion Task

Given a small group of students, the 1ntern wil®
demonstrate his ability to plan, teach, and
evaluate two reading lessons. Satisfactory
performance will be attained if 757 of the
students meet the stated objectives.

The intern will demonstrate his ability to use
an interest inventory in determining reading
interests.

Criterion Task

Given a class of students, the intern will
administer an interect iuventory, summarize
the data for the student's recoxrds, and indi-
cate two uses for the information obtained.

The intern will demonstrate his ability to ad-
minister an informal reading inventory and
diagnose reading difficulties from its results.
Criterion Task

Given three students, the intern will diagnose each
student's difficulties by administration of an in-
formal reading inventory and interpretation of its
results. Satisfactory performance will be attained
if the diagnosis is 90% in accordance with that of
the instructor.

.~ The intern will demonstrate his ability to utilize

standardized tests in dlagn031ng reading difficulties.
Criterion :Task

Given the results. of standardized tests for a group of
students, the interh will diagnose. two' reading diffi-
culties for each student, indicating the limltatloﬂs

- 72
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Pass

of the test scores. Satisfactory performance
will be attained if the diagnosis is 90% in
accordance with that of the instructor.

The intern will demonstrate his ability to
diagnose skills in phonics through the use
of a skills inventory.

Criterion Task

Given a class of students, the intern will
select and administer a skills inventory

and group the students based on its results.:
Satisfactory performance will be attained

if the instructor concurs with 90%Z of the
placements.

The intern will demonstrate his ability to

confer with students for diagnostic and evaluative
purposes.

Critexrion Task

Given three students, the intern will conference
with each, summarizing the results and indicating
one skill in which instruction is needed.

The intern will demonstrate his knowledge of the
cognitive dimensions of reading, and his ability
to diagnose needs in this area.

Criterion Task

Given a class of students, the intern will construct
an inventory to determine cognitive reading abilities,
administer it, and prepare a list of skill groups based
on the results. The groupings must be 90% accurate
when compared with those of the instructor. :

The intern will demonstrate his ability to deiermine
reading groups within a classroom.

Criterion Task

Given a c¢lass of students, the intern will determine
appropriate diagnostic tools, administer them, and
group the students based on the ‘results.  The groups
must be in 90% agreement with those determined’

by the instructor.

The intern will demonstrate his knowledge of various
learning resources and their uses for teaching reading.
Criterion Task
1. The intern will prepare a card file of children's
books (20 for primary grades, 10 for intermediate
- grades).  Each card should include bibliographical
information, type of book, level of difficulty,
vocabulary and skills developed, and questions to
be asked. '
73
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2. Given a list of eight learning resources, the
intern will be able to suggest two uses in
teaching for reading each.

3. The inctern will prepare a resource card file
(25 cards) of games, devices, or activities
to be used in teaching reading. One or
more of each should be indicated.

The ii ~“ern will demonstrate his ability to formulate
lesson plans based on behavicral objectives, to se-
quence appropriate learning experiences, and to
select appropriate materiails for a unit of reading
instruction based on his previous diagnosi= of the
of the abilities of his class.

Criterion Task

Given a class of students aund the results of
diagnosis of individual reading abilities, the
intern will develop detailed lesson plans in-
cluding behavioral objectives, materials, and
procedures (questions, assigmments, and
activities) for a unit of instruction based

on diagnosed needs. Satisfactory performance

will be attained if the following criteria are met:

a. 85% of the materials selected are ¢ ‘med
relevant to the objective and appropriate
for the abilities of the students by the
instructor.

b. procedures are clearly stated and could be
carried out by the instructor withcut
further comment. :

c. 75% of the students attain the objectives on
the criterion test.

The intern will demonstrate his ability to use questions
based on Bloom and Keathwohl's Taxonomies in group
discussions during reading lessons.

Ciiterion Task

Given three groups of students, the intern will plan
and teach a lesson to each including questions from

at least three levels of the Taxonomies, 75% of which
are open questions. Satisfactory performance will

be obtained if analysis of video tapes of each lesson
utilizing the TPQIL meets stated objectives.

The intern will demonstrate his knowledge of materials for

determining rate of reading and teaching techniques to
Improve rate.

Criterion Task

The intern will prepare a series of note cards which have
two brief selections at each grade level to be used in
testing rate of reading and five techniques to be used

in improving rate of reading.’ " '
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15. The intern will demonstrate his ability to determine
and to keep individual reading records.
Criterion Task
Given a class of students, the intern will select
a method of record-keeping and will keep the records
for a period of 2 weeks. Satisfactory performance
will be attained if the records meet these criteria:
a. diagnosis of individual difficulties is shown.
b. materials used are noted.
c. progress of the individual is shown.
d. new needs of students are indicated.
e. personal contacts with students are listed.

16. The intern will demonstrate an ability to determine
readability of materials and individual reading diffi-
culties in content areas and to overcome these diffi-
culties through teaching techniques.

Criterion Task

1. Given a textbook in any area, the intern will
select one and estimate readability by applylng
either the Spacke or Dale-Chall Renrdability
Formulas, whichever is appropriate.

2. The intern will list five techniques for incor-
porating the teaching of reading in content areas.

17. The intern will demonstrate his ability to utilize
diverse instruments to evaluate the attainment of
objectives and pupil progress.

Criterion Task

1. Given a list of types of testn *h- intern

will list two uses for each.

2. Given a unit of reading instruction, the intern
will devise, administer, and interpret the
results. Satisfactory performance will be
attained if tiie intern can list the names of
those stundents who have met his objectives and
the namc= and areas for reteachlng of those
students who i'ave not.

‘ Q ' —7:5
ERIC

Aruitoxt provided by Eic:




12,

72
Educational Psychology Obpjectives

Objective

The intern can demonstrate knowledge of the range
of individual differences found amorg elementary
school children at all grade levels. He can
describe the chznges in growth rate which occur in
both boys and girls throughout the elementary years.

The intern can demonstrate his knowledge of the
changes in motor and perceptual skills which occur
curing the elementary school years so that instruc-
tional tasks and expectations can be set at the
appropriate levels. .

The intern can differentiate behaviors of children
which are primarily problems to the teacher from
those with possible long-range implications for the
welfare of the child.

The intern can demonstrate his ability to work
successfully with elementary school children.

The intern can demonstrate skills in motivation,
based on recognition of personality needs.-

The intern can plan and teach utilizing transfer
techniques.

In planning for teachting, the intern will provide
for evaluation as a basis for further planning.

The intern can demonstrate ability to interpret
and use intelligence test scores as an aid to
instruction.

The intern can evaluate, administer, and use the
results from standardized achievement tests.

The intern can construct a suitable instrument for
assessing the educational progress of a child or a
group.

The intern can demonstrate knowledge of the inter~
ests characteristic of elementary school children
of both sexes and at all grade levels.

The intern can develop and use teaching strategies

of two contrasting types: reinforcement and
development of insight.

e
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Classroom Management Objectives

Objective Pass

The intern will demgnstrate a knowledge of district
and building policies pertaining to pupil behavior
and will be able to apply this knowledge to
specific situations.

The intern will be able to recognize and resolve
vonflicts which arise from discrepancies between
school disciplinary policy and the rights of
pupils.

The intern will be able to recognize disvuptive
pupil behaviors. He will be able to prescribe and
to demonstrate techniques for dealing with them in
specific situations.

The intern will be able to structure situations
designed to minimize the potential for disruptive
pupil behavior.

The intern will be able to develop and implement
classroom policies governing pupil behavior.

The intern will be able to construct schedules
of pupil activities which take variables affect-
ing scheduling into account.

The intern will acquire a knowledge of materials
available in a building, the required record-keeping
procedures, and the housekeeping chores necessary
for a classroom to function in an orderly manner.
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Mathematics Objectives

Objective Pass

Selecting one child who currently seems to be having
a moderate amount of difficulty in his mathematics
learning, the intern can:

a. Define in behavioral terms, the specific objec—
tive which he is presently unable to attain.

b. State at least three objectives or competencies
which are immediate prerequisites to the ter-
minal objective in (a) above. _

¢. Evaluate the child's ability to demonstrate
each of these prerequisites.

The intern will diagnose the mathematical needs of
an individual learner (see 4) and will prescribe/
implement a sequence of instructional activities
to meet at least one of the learner’s diagnosed
needs.

The intern will plan/implement a drill and practice
exercise for a group of learners.

Given a set of mathematics learning needs for a group
of learners, the intern will prescribe/implement
learning activities for a sequence of at least three
objectives.

Given a mathematical concept to be learned by a

group of learners, the intern will plan and imple-
ment an inductive sequence of learning activities
which result in the concept being generalized by
members of the group. The strategy for this sequence
will be one of guiding the learner to discovery

of the concept.

Given two small groups of learners with different
learning needs, the intern will prescribe a sequence
of mathematics activities for each group and will
implement these sequences simultaneously.
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Science Fducation Objectives

Objective , Pass

Overall Behavioral Obijective

Considering ones own characteristics and behaviors,
as well as each pupil's, the intern will prepare

and present a series of science lessons incorporating
these materials, media, and possible instructional
means deemed necessary or appropriate in order to
arrive at expected student outcomes.

The intern will, through reading, discussion or media,
identify those individuals whose work has influenced
the philosophies and/or teaching stratecies of science
instruction at the elementary school level. Such a
list of individuals might include:
Piaget Skinner Magor
Bruner Flanders Bloom

Depending upon the materials and instructional means
to be used in a series of science lessons, the intern
will include these attributes which contribute to
successful lesson planning.
1. Instructional means might take the form of:

Programmed instruction

Individualized instruction

Team teaching

Inductive or deductive teaching

Computerized instruction

Traditional
2. Such attributes might include:

Pre—activity — activity and Post—activity periods.

Questioning techniques

Motivation and reinforcement

Psycho-motor skills

Expected student outcomes or outcomes stated in

behavioral objective terms.

Upon evaluation of instructional materials available
in elementary science the intern will incorporate
in his lessons these materials which are most adapt-
able in meeting the needs of the classroom environment
which he finds himself in. Choosing topics in sicence
the intern knows best or feels most comfortable with
will, in the beginning, undoubtedly offer more success
from a teaching as well as a learning standpoint.
- Materials to be investigated will include:
Newer Curricula such as AAAS, ESS, and SCIS
. Textbooks ' '
Kits such as SRA or textbook material kits.
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Outdoor educational Programs - Kitsap School
District — Washington

Outside reading sources - Reader's Digest Science
Series, Ranger Rick's Nature Magazine, and
Nature and Science Magazine.

In line with instructional materials, the intern
will, whenever appropriate, make use of or comstruct
audio-visual material which will serve to reinforce
the objectives of each lesson.

In planning lessons the intern will take intc account
any differences in pupil characteristics and bghaviors.
In truly meeting individual needs, anticipatiocn of

any difficulties and a willingness to take alternative
steps should be foremost in one's mind.

The intern will construct or use available instru-
ments in the evaluation of expected student outcomes.
It has been found, as a rule, that standardized
tests are not effective measures for those children
who have gone through many of the newer curriculum
programs already developed or being developed today.
Therefore, care should be taken in the choice of
evalunative tools.
Evaluative Instruments might include:
Teacher made tests Standardized tests
STEP Science Test TAB Science TEST
Anecdotal tests

-In oxrder to keep abreast with trends in elementary

science instruction the intern will read current

research and articles dealing with this topic.

Special Attention might be given to:
Eric Report, An Analysis of Research Related to
Instructional Procedures in Elementary School
Science, Science and Children: 25-363; April 1969.

Review of Educational Research, Science and Mathe-
matics Education, October Vol. 35 No. 4, 1969.

The intern will demonstrate originality be designing -
a lesson or series of lessons on a topic not typically
found in science material published today. Such
lessons, to be objectively met, should take into
account any prerequisits learning essential to the
development of the concepts to be presented.
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